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Abstract: 
The pivotal undertaking of education today is to endow individuals with the capacity to 
be able to think flexibly, reason rationally, and have open minds to be able to evaluate 
and interpret situations. In line with the studies demonstrating the positive relationship 
between higher-order thinking skills and academic achievement, this study aimed to 
particularly examine the impact of the two subcomponents of critical thinking, i.e., 
inference-making and evaluation of arguments on academic IELTS candidates' reading 
achievements. To achieve the purpose of the study, one hundred and seven IELTS 
candidates (from different institutes in Mashhad, a city in north of Iran) were asked to 
complete two tests of the Persian version of the ‚Watson-Glaser's Critical Thinking 
Appraisal‛ after being administered an IELTS reading comprehension test. The results 
showed that there is a positive relationship between IETLS reading score and EFL 
learners' inference-making and evaluation of argument. Subsequent data analyses 
demonstrated that among the two variables, inference making is the more powerful 
predictor of IELTS reading achievement. In addition, the results revealed that the two 
mentioned variables can predict about 10 percent of IELTS reading achievement. This 
study has some implications for educators and administrators to take full advantage of 
these associations by establishing guiding principles for enhancing IELTS candidates' 
inference-making and evaluation of arguments. 
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1. Introduction 
 
In the academic context, a high premium is placed on students’ capability to extend 
their knowledge beyond what is learnt in their university classroom context. To thrive 
for this objective, students need to read to learn (McClellan, 1997). They must use an 
appropriate combination of the skills and strategies that are required for the different 
purposes of reading in tertiary level. Enright et al (2000) asserted that this will involve 
processing beyond the level of searching for information and basic comprehension of 
main ideas in a text and require an understanding of how information in a text as a 
whole is connected, and how to integrate information from across a variety of texts for 
use in written assignments or exam essays. Beck (1989) stated that ‚there is no reading 
without reasoning‛ (p. 677). Also, Waters (2006) contended that critical thinking 
activities can equip learners with instruments which help them ‚stay with‛ or ‚go 
beyond‛ the information presented in a text. It is plausibly believed that higher-order 
thinking skills can improve higher order learning skills contributing to academic 
success (Renner, 1996). 
 The most important aim of education today is to provide individuals with the 
capacity to be able to think flexibly and have open minds to be able to adapt to different 
situations. Consequently the structure of education, the content, and presentation 
methods should focus on the development of high level thinking skills, such as 
formulating analysis, synthesis, evaluation, finding relationships, summarizing 
subjects, and having students make connections with the world outside the classroom 
(Seferoglu & Akbıyık, 2006; Berber et al., 2002). Akyuz and Samsa (2009) stated that to 
teach students critical thinking skills is the aim of higher education. They believed that 
one of the greatest experiences for students in higher education is to think critically and 
to challenge other students’ ideas with those of their own. They contended that one of 
the greatest experiences for students in higher education is to think critically and to 
challenge other students’ ideas with those of their own. Thinking skills are crucial for 
educated persons and by these skills, they can cope with a rapidly changing world and 
deal with reality in a reasonable and independent manner. 
 Moon (2008) asserted that critical thinking has a significant role in higher 
education and the professions. It can be considered as a core of higher education and as 
a fundamental goal of learning. She believed that if critical thinking is clearly expressed 
in higher education, then students who are achieving those levels of qualification will 
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be critical thinkers. In a similar vein, Ghanizadeh (2016) contended that academic 
success in higher education is associated with cultivating thinking skills and self-
regulatory abilities. 
 Scholars advocating higher-order thinking skill believe that it is a thought 
process which is sensitive to problem interference, knowledge deficits, missing 
elements, and inconsistency.. Critical thinking can be defined as reflective thinking and 
includes high level thinking processes in which basic thinking skills are used, 
arguments are analyzed, meaning and interpretation are developed, logical thinking 
patterns are cultivated, theories that encircle claims and prejudices are understood, and 
an attitude that is reliable, unique, and believable is developed (Horng et al 2007; 
Edwards 2007). 
 Critical thinking is recognized as an important competence for students to 
acquire in academic settings (Connolly, 2000; Davidson, 1998; Davidson & Dunham, 
1997). Kress (1985) further postulated that critical thinking is a social practice and is 
language itself. Maybe even more than L1 teachers, L2 teachers have reasons to 
introduce their students to aspects of critical thinking because if they do not, their 
students may well founder when they are confronted with the necessity of thinking 
critically, especially in an academic setting (Davidson, 1998; Ghanizadeh, 2011; 
Hashemi & Ghanizadeh, 2012; Ghanizadeh & Mirzaee, 2012). 
 Reviewing the literature, we will understand that the relationship between CT 
and reading comprehension is well established. Reading comprehension encompasses 
the ability to not only read the lines but also the reading between the lines. This entails 
enhancing higher-order thinking skills. To do so, students must go beyond absorbing 
knowledge and learn to heighten skills to judge information, evaluate alternative 
evidence and argue with tenable reasons (Ku, 2009). In other words, if we expect 
educational systems to prepare people for life, educators need to place a premium on 
enhancing monitoring and self-regulatory skills in learners.  
 The researchers of the present study assume that inference-making and 
evaluation of arguments are among the strategies which can foster learning and hence 
reading. Reading critically, thus, plays an important role in students’ success in courses 
they undertake. To read critically, language learners should be given the chance to go 
through the text and focus on the author’s assumptions, viewpoints, purposes, and 
ideology (Khabiri & Pakzad, 2012). For reading effectively, the readers require to read 
with critical eyes which means that the reader should try to evaluate and read the text 
to find out what it says, and how and why it says it. Therefore, improving students’ 
critical thinking seems to be one of the key issues in enhancing foreign language 
reading. 
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 Diverse approaches to the study of critical thinking have led to various 
definitions and roles of critical thinking and the interchangeable use of the terms 
reflective thinking, higher-order thinking, or critical reflection in the literature (Ertmer 
& Newby, 1996; Grimmett, 1988; Moon, 1999; Rogers, 2002). According to Paul and 
Elder (2001), critical thinking is self- disciplined, self-monitored, self-directed, and self-
corrective thinking that typically require effective communication and problem-solving 
abilities. 
  The major aim of the present study is to examine the role of two components of 
critical thinking in the IELTS candidates' reading achievements. In the followings, 
research on critical thinking and reading comprehension are briefly reviewed.  
 
2.  Review of the Related Literature 
 
2.1. Critical Thinking 
It is widely recognized that the development of critical thinking can be beneficial for 
both the individual student and the society (Ghanizadeh & Moafian, 2011). In an 
information society, critical thinking is regarded as the most important skill in order to 
distinguish false, incomplete, outdated, etc., information. It is also universally accepted 
that the development of critical thinking skills is the ultimate goal of education. This, 
according to Bernard et al., includes ‚…not only thinking about important problems in 
disciplinary areas, but also thinking about the social, political, and ethical challenges of everyday 
life in a multi-faceted and increasingly complex world‛ (2007, p. 201).  
 As the researchers of the present study applied the Watson–Glaser Critical 
Thinking Appraisal (2002a) for determining the critical thinking abilities of the 
participants who took part in the research, the definition formulated by the authors of 
the instrument constitutes the focus of this research. Watson and Glaser (2002b, pp. 21–
23) distinguished between the following abilities:  
 Inferences drawn from factual statements, 
 Recognition of assumptions in a series of statements,  
 interpreting whether conclusions are warranted or not, 
 determine if conclusions follow from information in given statements, 
 evaluating arguments as being strong and relevant or weak and irrelevant. 
 
2.2 Reading Comprehension 
As far as teaching English as a foreign language is concerned, the ability to read 
between the lines is a challenging task for the students. Cook (1991) regarded reading 
primarily as a thinking process and highlighted the importance of engaging the 
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students in talking about the text they read while using reading strategies. Sweet and 
Snow (2002) asserted that the purpose of reading comprehension is to construct 
meaning from the contexts (Sweet & Snow, 2002).  
 Colin (1993) noted that in order to understand the text and facilitate complex 
interaction, learners need to be critical thinkers; that is, to learn to value their own 
thinking, to compare their thinking and interpretations with others, to reexamine or 
reject the parts of the process in which they value their thinking and interpretations and 
to compare them with others when it is necessary. 
 Different studies in the area of reading and reading comprehension suggest that 
learners spontaneously use a variety of reading strategies in the reading process to 
assist them with the acquisition, storage, and retrieval of information (Zhang, 1993; 
Singhal, 2001). Research has also indicated that effective EFL/ESL readers use a variety 
of appropriate strategies (Shang, 2011), on the other hand, literature suggests that 
appropriate reading strategies may improve reading comprehension (Zhang, 1993).  
 
2.3 Purpose of Study 
The purpose of this study is to investigate the relationship between IELTS candidates' 
achievement in Academic IELTS reading test and two components of critical (thinking 
inference-making and evaluation of arguments) as measured through Watson–Glaser 
Critical Thinking Appraisal (2002a). To achieve the purpose of this study, the following 
research questions were posed and investigated in the present study: 
1) Is there any relationship between IELTS candidates' inference making and their 
achievement in academic IELTS reading? 
2) Is there any relationship between IELTS candidates' evaluation of arguments and 
their achievement in academic IELTS reading? 
3) What percentage of variability in IELTS candidates' achievement in academic 
IELTS reading can be accounted for by taking their inference making and 
inference making? 
 The study can offer both IELTS teachers and candidates' insights to improve 
some of their abilities they need to surpass in this regard. With verifying the effects of 
critical thinking on the achievement of IELTS candidates and finding out which 
component of CT, whether inference making and evaluation of arguments can best 
predict the achievement, we can put forward effective and practical guidelines for 
developing metacognitive reading strategies.   
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3.  Method 
 
3.1. Participants  
The participants of this study comprised 107 IELTS candidates from different institutes 
in Mashhad – Iran. Participants were chosen from advanced and upper-intermediate 
proficiency levels. The participants were of different social backgrounds. Their ages 
ranged between 18 and 43. They had different majors in high school or university. Some 
of them were just students, some of them were students with part-time or full-time jobs 
and some just worked. 33 percent of the subjects who took part in this study were male 
and the 67 percent were female. All the subjects who took part in this study were 
volunteers, and there was no obligation for participation. The participants were 
informed of the purpose of the study and could choose to take part in it or not. 
 
3.2. Instruments 
The present study utilized two instruments in the process of data collection as follows: 
1. The reading comprehension section of the 2015 academic IELTS test. 
2. The Watson and Glaser Critical Thinking Appraisal, Form A. 
 
3.2.1. The 2015 Academic IELTS Test: 
The IELTS was established as a result of the ELTS validation project. ELTS itself was set 
up in 1979/80 as the British Council's English proficiency measure of overseas students' 
adequacy in English to pursue higher education in the UK. According to Davis (2001):  
Between 1982 and 1986, a validation study of ELTS was carried out, culminating in a 
formal seminar in October 1986, where the main findings were presented. The report on 
the validation study (Criper & Davies, 1988) recommended serious revision which in 
due course led to the development of IELTS (p. 140). 
 IELTS has the same role in the UK and Australia as TOFEL does in the United 
States and Canada and it is as important as TOFEL in making academic decisions. 
 In this study, the reading comprehension section of the 2015 academic IELTS test 
was chosen. It consisted of three reading comprehension passages, and forty different 
items. Subjects were given complete and clear instructions as what to do. Also, for 
better understanding, the cover page of the test was copied and handed out to subjects 
so as to be absolutely clear about what they needed to do.  
 
3.2.1.1. The IELTS reading Test 
In the IELTS, reading is tested quite separately from linguistic competence (which is not 
explicitly tested). The test is based on some analysis of target language use situations (in 
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particular the work of Munby, 1987, and Weir, 1983), and texts are intended to reflect in 
general terms what academic readers are expected to do: 
 Texts are taken from magazines, journals, books, and newspapers. Texts have 
been written for a non-specialist audience. All the topics are of general interest. They 
deal with issues which are interesting, recognizably appropriate and accessible to 
candidates entering postgraduate or undergraduate courses. At least one text contains 
detailed logical argument (IELTS Handbook, 1996. p. 6, as cited in Alderson). 
 The test, according to Alderson (2000), ‚…seeks to sample candidates’ ability to 
perform a number of tasks, although it is not implied that these can be tested in isolation or 
independently of each other‛ (p. 131). Such abilities amount to the construct that at least 
the original version of IELTS attempted to measure: 
 Identifying structure, content, sequence of events and procedures. 
 Following instructions. 
 Finding main ideas which the writer has attempted to make salient. 
 Identifying the underlying theme or concept. 
 Identifying ideas in the text, and relationships between them, e.g. probabilities, 
solution, cause, effect. 
 Identifying, distinguishing and comparing facts, evidence, opinions, 
implications, definitions and hypotheses. 
 Evaluating and challenging evidence. 
 Formulating a hypothesis from underlying theme, concept and evidence. 
 Reaching a conclusion by relating supporting evidence to the main idea. 
 Drawing logical inferences (IELTS Specifications, 1989, as cited in Alderson, 
2000). 
 
3.2.2. The Watson and Glaser Critical Thinking Appraisal 
Watson−Glaser Critical Thinking Appraisal (WGCTA) measures critical thinking using 
broad, nonspecific terms in five subsets:  
1. Inference: discriminating among degrees of truth or falsity of inferences drawn 
from given data. 
2. Recognition of assumptions: recognizing unstated assumptions or 
presuppositions in given statements or assertions. 
3. Deduction: determining whether certain conclusions necessarily follow from 
information in given statements or premises.  
4. Interpretation: weighing evidence and deciding if generalizations or conclusions 
based on the given data are warranted.  
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5. Evaluation of arguments: distinguishing between arguments that are strong and 
relevant and those that are weak or irrelevant to a particular question at issue 
(Worrell & Profetto-McGrath, 2007).  
 This test defines critical thinking as a composite of attitudes, knowledge, and 
skills (Suliman & Halabi, 2007). This test is an intellectually challenging tool for 
addressing critical thinkers’ cognitive ability. According to Watson and Glaser (1980), 
the five subscales of the WGCTA are ‚each designed to tap a somewhat different 
aspect‛ of critical thinking skills (as cited in Bernard et al., 2007, p. 1). 
 There are four standardized versions and one experimental edition of the 
Watson−Glaser measure. The latest, the WGCTA, was revised in 1994. The number of 
items varies across versions but the subscales and their descriptions have remained 
consistent over time.  
 The test requires consideration of a series of propositions to evaluate how 
appropriate or valid they are. Candidates respond to both ‘neutral’ and ‘controversial’ 
items. The controversial items are designed to arouse attitudes, opinions and biases that 
can interfere with the ability to think critically and refer to political, economic, and 
social issues which frequently provoke strong feelings (Occupational Assessment 
Catalog, 2007, p. 9). 
 The version used in this study is the Form A of the WGCTA which was 
standardized and applied in 1980 by The Psychological Corporation in the Unites states 
of America. The test was fully explained to the test takers before its administration.  
 In the present study, the Persian version of the Watson-Glaser test was applied. 
According to Mohammadyari (2002), this test and its subcomponents do have reliability 
and validity in Iranian culture. To analyze the reliability of the questionnaire, she 
employed split-half reliability estimate. Moreover, with the adapted version in Iran, the 
reliability was found to be 0.98 and the results of the factor analysis offered some 
support for the inventory hypothesized structure (Mohammadyari, 2002).  
 Due to the nature of this study −correlation− and the fact that different 
proficiency levels are preferred in correlational studies, the researcher decided to 
employ the Persian format of Form A of the WGCTA so as not to add to the challenging 
nature of the test and to make participants engage merely in the critical thinking test 
rather than dealing with the English language which was the original language.   
 In this study, the inference making and evaluation of arguments are the two 
subtests that will be used. 
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Table 1: The Subtests of the Watson and Glaser Critical Thinking Appraisal 
Subtest Definition Items 
Inference-making Discriminating among degrees of truth or falsity of inference drawn from 
given data 
1-16 
Evaluation of  
arguments 
Distinguishing between arguments that are strong and relevant and those 
that are weak or relevant to a particular question at issue 
63-80 
 
3.3 Data Collection  
The study was conducted in several Private Language Institutes in Mashhad, a city in 
the north east of Iran in 2016. The institutes were selected based on credibility and 
feasibility criteria. The participants were asked to complete the inference and evaluation 
of arguments scales of the Watson-Glaser Critical Thinking Appraisal and take the reading 
section of IELTS test. The questionnaires were coded numerically and they were asked 
not to write their names. As an incentive, the participants were given the opportunity to 
receive feedback about their performance on the instruments by presenting their codes. 
  
3.4. Data Analysis  
To ensure the normality of the distribution, descriptive statistics and KS- test were 
employed. To determine the relationship between IELTS candidates' critical thinking 
and their achievement in academic reading comprehension, a Pearson product-moment 
correlation was applied to the data. To find out which components of critical thinking 
might have more predictive power in predicting candidates' reading score, a multiple 
regression analysis was run. To explore what percentage of variability in IELTS 
candidates can be explained by taking their critical thinking into account, the standard 
multiple regressions were run. 
  
4. Results  
 
4.1 Descriptive statistics 
To check the normality of data distribution, the Kolmogorov-Smirnov test was 
employed. This test is used to check whether the distribution deviates from a 
comparable normal distribution. If the p-value is non-significant (p>.05), we can say that 
the distribution of a sample is not significantly different from a normal distribution, 
therefore it is normal. It the p-value is significant (p<.05) it implies that the distribution 
is not normal. Table 2 presents the results of the Kolmogorov-Smirnov test. As it can be 
seen, the obtained sig value for all variables (CT components and IELTS Reading 
Scores) is higher than .05. Therefore, it can safely be concluded that the data is normally 
distributed across all three variables. 
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Table 2:  The Results of K-S Test for CT Components and IELTS Reading Scores 
 
Kolmogorov-Smirnov 
 
Statistic df Sig. 
CT components .976 107 .052 
IELTS reading .965 107 .096 
    
Table 3 presents descriptive statistics of EFL learners' inference-making and evaluation 
of arguments as manifestations of critical thinking as follows:  inference-making 
(M=5.2150, SD=1.69984), and evaluation of arguments (M=9.7196, SD=2.05488).  
 
Table 3: Descriptive Statistics of Inference-making and evaluation of arguments 
 
 N Minimum Maximum Mean Std. Deviation 
      
Inference-making 107 1.00 11.00 5.2150 1.69984 
Evaluation of arguments 107 4.00 14.00 9.7196 2.05488 
Valid N (listwise) 107     
 
Descriptive statistics of IELTS reading scores are represented in Table 4. As the table 
reveals, the minimum score is 8, the maximum is 34, and the mean is 21.23.  
 
Table 4: Descriptive Statistics of IELTS Reading Scores 
 N Minimum Maximum Mean Std. Deviation 
 
IELTS 107 8.00 34.00 21.2336 5.89864 
Valid N (listwise) 107     
 
To investigate the relationship between inference-making, evaluation of arguments, and 
IELTS reading, multiple Pearson Product-Moment correlations were applied to the 
data. Table 5 indicates the results.  
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Table 5: The Correlation Coefficients between Inference-Making,  
Evaluation of Arguments, and IELTS Reading 
 IELTS Reading 
Inference-making .341** 
Evaluation of arguments .304** 
**Correlation is significant at the level of 0.05 
 
According to Table 5, there is a significant correlation between inference-making and 
IELTS (r = 0.341, p < 0.05), evaluation of arguments and IELTS (r = 0.304, p < 0.05). So, as 
it can be seen, the correlation between inference-making and IELTS reading scores is 
slightly higher than the correlation of between evaluation of arguments and IELTS.  
 To explore what percentage of variability in EFL learners' scores of IELTS 
reading module achievement can be accounted for by their scores in variables under 
study, a multiple regression analysis was conducted. 
 The following Table (Table 6) is the ANOVA Table of regression for inference-
making and evaluation of arguments in predicting IELTS achievement. In this analysis, 
IELTS score is THE dependent variable and inference-making and evaluation of 
arguments are considered as THE independent variables.  
 
Table 6: The ANOVA Table of Regression for the Variables under Study 
Model Sum of Squares Df Mean Square F Sig. 
1 Regression 429.506 2 214.753 6.854 .002b 
Residual 3258.653 104 31.333   
Total 3688.159 106    
a. Dependent Variable: IRS 
b. Predictors: (Constant), evaluation, inference 
 
As Table 6 shows, the two variables are positive predictors of the dependent variable, 
i.e., IELTS reading. This can be figured out by examining the magnitude of the F value 
(which should be higher than the critical level) and the p-value (which should be less 
than the significance level, i.e., 0.05).  
 Table 7 illustrates the model summary statistics. The results revealed that the 
model containing the two variables (inference-making and evaluation of arguments) 
can predict about 10 percent of IELTS reading achievement. The R value is 0.341 which 
indicates the correlation coefficient between the variables. Its square value is 0.116 and 
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its adjusted square is 0.099. It indicates that about 10 of the variation in IELTS 
achievement can be explained by taking the above-mentioned variables into account.  
 
Table 7: R Square Table for the Role of inference-making and  
evaluation of arguments in IELTS 
Model R R Square Adjusted R Square 
Std. Error of the 
Estimate 
1 .341a .116 .099 5.59761 
a. Predictors: (Constant), evaluation, inference 
 
5. Discussion 
 
The primary concern of this study was to examine whether there is a relationship 
between Iranian EFL students’ components of CT ability, in particular inference-making 
and evaluation of arguments, and their achievement in academic IELTS reading 
comprehension. Furthermore, this study tried to unlace extent to which students’ 
performance on CT test could predict their success in IELTS reading comprehension 
section.  
 Considering our first research question which asked whether there is any 
relationship between IELTS candidates' inference making and their achievement in 
academic IELTS reading, the result of the present study revealed that there was a 
significant relationship between these variables.  
 Many scholars claim that inference is central to reading comprehension 
(McIntosh, 1985; Farr, Carey & Tone, 1986). Getting meaning out of even the simplest 
texts depend on inferencing. As a text is read, information that is relevant to the written 
message is activated in long-term memory. "When information that was not explicitly 
stated in the text is activated, an inference is made." (George, Mannes, & Hoffman, 1997, 
p. 776).  
 This finding suggests that students exhibiting a higher level of inference-making, 
and evaluation of arguments, can logically have better achievements in reading 
comprehension section of IELTS test. In other words, it can be concluded that teaching 
critical thinking techniques can significantly promote IELTS reading performance of 
EFL learners. 
 In the same line with this study, Long, Oppy, and Seely (1994) argued that if 
readers are unable to generate inferences relevant world knowledge, they feel as though 
they do not comprehend the text and have difficulty remembering it.     
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 In a similar vein, some practitioners of reading, among them Harvey and 
Goudvis (2000), Tovani (2000) and Beers (2003), have stressed the paramount 
importance of teaching reading strategies to improve reading comprehension; needless 
to mention one of the essential reading strategies is inferencing. Being competent in 
drawing inferences is crucial in the comprehension of text (Caine & Oakhill 1999). 
Similarly, less skilled readers make fewer inferences than their skilled counterparts 
(e.g., Long, Oppy, & Seely 1997; Oakhill 1982, 1984).  
 Elder and Paul (2002) proposed that we can help students reflect upon their daily 
inferences and assumptions that lead to better appraisal of the events. As they become 
adept in identifying their inferences and assumptions, they are in a better position to 
question the extent to which any of their assumptions are justified (Elder & Paul, 2002) 
 The researchers' second question aimed at investigating the relationship between 
EFL learners' evaluation of arguments and their achievements in academic IELTS 
reading test demonstrated a significant relationship between the variables in question. 
 Critical thinking can be defined as the systematic evaluation or formulation of 
beliefs, or statements by rational standards (Vaughn, 2008). Given the extortionate rate 
at which massive amounts of information, arguments and counter-arguments, beliefs 
and interpretations are put forth, the development and exploitation of such rational 
standards seems to be the only path to achieving a hard core around which to shape 
one's own thinking and reasoning. As such, critical thinking is the ability essential for 
successful performance in not only educational but also professional and social 
contexts. Perry (1999) and Brookfield (1987) asserted the critical evaluation of ideas, 
arguments, and points of view are important for the development of students as 
autonomous thinkers.  
 The third research question enquired the predictive power of these two CT –
associated components in IELTS reading. By conducting a statistical regression analysis, 
the researchers came to this conclusion that the participants’ total score of these 
variables is a positive predictor of IELTS reading. The result of the regression analysis 
showed that the model containing the total score of inference making and evaluation of 
arguments can predict about 10% of the learners’ success in IELTS reading section.  
 Leafing through the existing literature on critical thinking, one can reasonably 
infer that there is a close association between critical thinking and students' reading 
achievement. Since inference-making and evaluation of arguments are two 
subcomponents of critical thinking, we can reasonably infer that each of them play a 
part in influencing critical thinking ability. On the other hand, this study is unique in its 
own in that it exclusively investigated the correlation of the two subcomponents of 
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critical thinking with IELTS reading skills, while to the researchers' best knowledge 
there is hardly any documented study with the same purpose.  
 The findings of this study are in line with Kamali and Fahim’s (2011) research 
which showed that there is a positive correlation between learners’ CT ability and their 
performances on reading texts containing unfamiliar items. Also, Miller (1981) 
concluded in his study that students’ gain in CT achievement was closely related to 
their reading proficiency achievement. Another study conducted by Sheikhi (2009) 
which attempted to investigate the relationship between autonomy, CT and reading 
comprehension of Iranian EFL learners revealed a positive correlation between CT and 
reading comprehension. Finally, Bagheri and Ghanizadeh (2016) and Boloori (2010) 
reported a positive correlation between CT and inferential reading comprehension.  
 It was also found that among the variables, inference making is a more powerful 
predictor of IELTS reading achievement. Previous research has shown that students 
with comprehension difficulties are poor at inference making (e.g., Cain & Oakhill, 
1999; Oakhill, 1982, 1984). Cain and Oakhill (1999) noted that poor comprehenders 
cannot reach to a comprehensive representation of the text; they are often able to 
integrate information at a local level but are unable to produce a coherent integrated 
model of the text as a whole.  
 Inference making is regarded as a central component of skilled reading (e.g., 
Garnham & Oakhill, 1996; Singer, 1994; van den Broek, 1994). Although less skilled 
readers are capable of inferential processing, they do not generate as many inferences as 
more skilled readers do (e.g., Casteel & Simpson, 1991; Long, Oppy, & Seely, 1997; 
Oakhill, 1982, 1984; Omanson, Warren, & Trabasso, 1978; Paris & Lindauer, 1976; Paris 
& Upton, 1976). 
  In essence, the findings of this study have some implications for EFL teachers, 
educators and administrators to establish successful paths for developing programs and 
activities that foster inference-making and evaluation of arguments among EFL 
students. Teachers, in particular EFL teachers, are suggested to develop and employ 
critical thinking abilities in the context of their classroom by encouraging thinking, 
reinforcing inference-making, using problem-based learning, providing feedback, etc. 
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